Utah State University

DigitalCommons@USU
Undergraduate Honors Capstone Projects

Honors Program

5-2021

Self-Regulated Learning in a Pandemic: Implementing the SEE
Framework in an Online Teaching Environment
Haley Hand
Utah State University

Follow this and additional works at: https://digitalcommons.usu.edu/honors
Part of the School Psychology Commons

Recommended Citation
Hand, Haley, "Self-Regulated Learning in a Pandemic: Implementing the SEE Framework in an Online
Teaching Environment" (2021). Undergraduate Honors Capstone Projects. 698.
https://digitalcommons.usu.edu/honors/698

This Thesis is brought to you for free and open access by
the Honors Program at DigitalCommons@USU. It has
been accepted for inclusion in Undergraduate Honors
Capstone Projects by an authorized administrator of
DigitalCommons@USU. For more information, please
contact digitalcommons@usu.edu.

ii

© 2021 Haley Hand
All Rights Reserved

Abstract
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Self-regulated learning (SRL) is a cyclical process that motivates students and facilitates
achievement in a variety of domains (Wang, 2013). It entails several processes, such as planning,
setting goals, using learning strategies, self-monitoring, reflecting, and holding adaptive
motivational beliefs. Moreover, SRL can be developed through interventions and classroom
practices. However, there is a shortage of trained interventionists. Teachers can also use a variety
of classroom practices to develop students’ SRL skills. A framework of practices, known as the
Settings, Events, and Exchanges (SEE) framework, was developed to organize these classroom
practices for teachers (Callan et al., 2020).
The practices in this framework include (a) the creation of a setting that is conducive to
SRL, (b) student-teacher exchanges that facilitate the development of SRL, and (c) events that
allow students the chance to reflect on their learning. Specifically, teachers can foster effective
learning settings by developing supportive student-teacher relationships, implementing routines
and clear participation structures, providing collaborative learning opportunities, and
encouraging the use of adaptive help-seeking strategies. Exchanges that support SRL include the
use of explicit instructions, modeling, SRL feedback, prompts, and connections made between
the use of SRL strategies and academic success. Finally, events that can facilitate SRL include
multiple opportunities to succeed, long-term learning opportunities, tasks that are both at an
appropriate challenge level as well as supportive of student autonomy, self-assessment, peer colearning, and the use of SRL worksheets (Callan et al., 2020).
The SEE framework was developed to support SRL development in traditional, in person
classrooms. In light of the fact that online learning elicits a greater need for SRL, the purpose of
this presentation is to examine which SEE framework practices do and do not have empirical

support within online learning environments. Doing so provides practical support for teachers
and identifies research gaps for researchers.

iv

Acknowledgements

v

A special thank you to Dr. Greg Callan, my mentor throughout this project. His guidance,
patience, and open mindedness were the only reasons that this project was able to be completed
in such a short amount of time. Next, I would like to thank Dr. Crissa Levin, who guided me to
people and resources that could help me when I had no clue how to move forward. Her
encouragement and positivity were instrumental in helping me maintain the necessary motivation
to keep going. In addition, I would like to thank the Honors Program (especially Dr. Kristine
Miller) for supporting me throughout this process and answering all my questions. Finally, I
would like to express my appreciation to my parents and my roommates for their love and moral
support these past two semesters.

6
Self-Regulated Learning in a Pandemic: Implementing the SEE Framework in an Online
Teaching Environment
In March of 2020, the COVID-19 pandemic altered many aspects of everyday life. One
domain that was hit especially hard was education. In order to protect students and staff against
infection, about 87% of the world’s students were forced to transition to an online and/or blended
learning environment (United Nations Educational, Scientific and Cultural Organization, 2020).
This percentage was even higher in the United States, with 93% of households with students in
K-12 reporting that their children were participating in some form of distance learning
(McElrath, K., 2020). For many learners, it was their first time participating in online learning,
which is inherently different from in-person learning. Specifically, online learning involves less
direct supervision from the instructor. Instead, more responsibility is placed on the learner to
advocate for their own learning (Hong, 2021), which requires students to possess more effective
self-regulated learning (SRL) skills, such as setting goals, planning, using strategies, monitoring,
and reflecting, which have been shown to support learning in online learning environments
(Broadbent & Poon, 2015). Although some students possess the necessary SRL skills, many do
not (Greene et al., 2015).
Fortunately, SRL is a skill that can be developed, and teachers can do so in many ways.
One framework, known as the “SEE framework”, identifies 17 practices that teachers can use
within their classrooms to develop student SRL (Callan et al., 2020). Specifically, the SEE
framework describes practices that educators can use to develop a setting conducive to SRL,
describes exchanges between teachers and students that develop SRL, and events that can occur
in the classroom to allow students to practice their SRL skills. A couple examples of practices

that teachers can implement from the framework include the establishment of routines (setting),
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providing students with constructive feedback (exchanges), and giving students opportunities to
act autonomously (event). This framework was developed for face-to-face classroom settings and
the empirical support for these practices were derived from research within face-to-face classes.
Given the vast increased proportion of students participating in virtual classes, there is a need to
examine the empirical support for the SEE framework within online learning environments. The
purpose of this presentation is to examine the empirical support for SEE framework practices
within online/blended learning environments. We address two research questions specifically:
First, we examine, “Which practices have empirical support in online/blended learning
environments? Second, we examine, “Which practices do not have support in online/blended
learning environments?” In doing so, we will be able to inform teachers and college instructors
of practices to support SRL within their online classrooms. In addition, we will inform
researchers which practices would be worth taking a deeper look at.

Self-Regulated Learning Explained
Before delving into the research on the SEE Framework, it is first necessary to define
SRL. In simplest terms, SRL is a set of processes that learners use to both monitor and manage
their thoughts, feelings, and actions, in a manner that promotes efficient learning. A few common
examples include behaviors such as goal-setting, planning, reflection, and the use of learning
strategies (Bandura, 1986; Zimmerman, 2000). These processes, all of which have been vetted
by substantial amounts of empirical evidence, are believed to operate in a cyclical pattern, which
can cause synergistic advantages.

Though there are many models that illustrate the mechanics of SRL, our discussion will
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focus on Zimmerman’s (2000) model. This model divides the process into three separate, yet
corresponding phases: forethought, performance control, and self-reflection. In the first phase,
forethought, the learner prepares to engage in a task, such as deliberate planning and goalsetting. Goal-setting involves envisioning the desired outcome of their actions (Callan et al., in
review). By engaging in this practice, learners are able to have clearer expectations for
themselves on what constitutes success and are able to better motivate themselves to complete
their work (Yeh et al., 2019). Meanwhile, planning ahead entails deciding in advance what
learning strategies to use and organizing one’s resources in order to accomplish the task at hand
(Callan et al., in review). It is imperative to plan ahead in order to consistently be successful with
meeting goals (Yeh et al., 2019).
In addition to planning and goal-setting, motivational beliefs are critical before taskengagement because regulating one’s learning requires a significant amount of effort that is
unlikely unless one is motivated. Motivational beliefs can be broken down into four categories:
self-efficacy, interest, task value, and outcome expectations. Self-efficacy entails one’s belief
about their capacity to successfully perform a specific task (Bandura, 1997). Meanwhile, interest
articulates an individual’s preference for performing that task (Fredricks & Eccles, 2002).
Task value is a complex facet of motivational beliefs, which essentially addresses
whether one perceives a task to be important for their future. Task value can be broken down into
an additional four components: attainment value (i.e., how important it is to perform a task well),
intrinsic interest (i.e., how much the individual enjoys the task), utility value (i.e., how useful the
task is at helping an individual attain their goals), and cost belief (i.e., perceptions revolving
around the negative aspects of the task; Wang & Hong, 2018). Finally, outcome expectations are

similar to goals, in that they outline the learner’s anticipated trajectory. They are especially
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important to consider, as they have a direct influence over the effort that students put forth
towards their learning tasks (Marton & Säljö, 1976).
Adaptive planning, goal-setting, and motivational beliefs can positively influence the
second phase of SRL, known as the performance control phase. As the name suggests, the
performance control phase occurs when learners actually perform the learning task at hand. In
order to optimize the learning process, regulated learners can engage in several learning
strategies, including cognitive, metacognitive, behavioral, and environmental strategies.
Cognitive strategies include steps taken to enable learning to occur or to manage the cognitive
strain brought on by the task at hand (Cantrell et al., 2014). A few common cognitive strategies
include rehearsal (i.e., continuously recalling information in an effort to memorize it),
elaboration (i.e., connecting new facts to previously acquired understanding), and control
strategies (i.e., the act of deciding which information is the most pertinent to the situation at hand
and focusing on it; Callan et al., 2017; Wolters et al., 2003).
Meanwhile, metacognitive strategies involve evaluating one's own thought processes and
becoming more self-aware of the level of understanding that has been attained (Desautel, 2009).
These evaluations encourage the use of other behavioral strategies. Behavioral strategies involve
actions that students take to manage behavior and engagement. Such strategies may include
setting a specific amount of time for studying or using self-reinforcement once a certain amount
of work has been accomplished (Callan, 2020; Wang & Wu, 2008). Finally, environmental
strategies involve structuring a study environment that is conducive for learning (i.e.,
comfortable, minimal distractions, etc.; Du et al., 2015).

In addition to using strategies to support performance, learners also keep track of how
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well they are performing and their use of proper technique during the performance control phase.
Regarding tracking one’s performance, learners pay attention to their grades on assignments,
their level of understanding of the course material, and, in some cases, how well they are doing
in comparison to others in the class (Kostons et al., 2010). In addition, learners can monitor how
well they are using proper technique. The use of strategies can be one type of technique learners
can monitor. Regulated learners then use data gathered from self-monitoring to inform the next
phase of SRL: self-reflection.
Self-reflection is the culmination of the previous two phases of SRL. During this phase,
learners engage in a number of sub-processes that help them evaluate the effectiveness of their
learning strategies (Zimmerman, 2000). These sub-processes include, but are not limited to, selfevaluation, causal attributions, and adaptive inferences. By identifying the reasons for their
successes (and failures), learners are then able to modify their approach for future learning. Thus,
SRL is a cyclical process, with one process leading to the next (Zimmerman, 2000).
The Importance of SRL
SRL is one of the most salient predictors of academic achievement across all academic
disciplines (Dent & Koenka, 2016). Indeed, some past research indicates that SRL better predicts
academic achievement compared to other important factors such has cognitive ability,
socioeconomic status, personality, and gender (for some academic areas such as mathematics
favoring males and reading favoring females; Callan et al., 2017; Caprara et al., 2011). SRL is a
powerful predictor of achievement in a variety of domains. For example, SRL is able to predict
achievement in reading (Thiede & de Bruin, 2018), mathematics (Cleary & Kitsantas, 2017),
science (DiBenedetto & Zimmerman, 2013), writing (Graham & Harris, 2009), creative problem
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solving (Rubenstein et al., 2018; 2020), athletic performances (Cleary et al., 2006), and musical
performances (McPherson et al., 2019).
Though much of the research studying the role that SRL plays in academic achievement
has been performed in the context of traditional classrooms, there is a substantial body of
literature supporting the association between SRL and achievement in online environments as
well. For example, Lehmann et al. (2014) found that SRL is especially critical for the academic
success of online learners enrolled in classes that afford significant amounts of autonomy and
have low instructor presence. Likewise, Uzun et al. (2013), found that using SRL strategies and
having positive attitudes toward distance learning accounted for 15% of the variance in student
achievement in an online college history class. Thus, it is critical for teachers to find ways for
their students to develop SRL.
It is important to note that about SRL most effectively supports SRL when multiple SRL
skills are integrated cohesively. For example, Barnard-Brak and colleagues (2010) examined the
relationships among academic achievement in an online course and a variety of SRL profiles
among American college students. They found minimal differences in GPA when comparing
students who only endorsed forethought processes (i.e., goal-setting and environmental
structuring). The same held true for students who were merely used performance/reflectionendorsing self-regulators. Meanwhile, students that utilized all parts of the SRL cycle achieved
at the highest levels.
Developing SRL
Though not all students may be predisposed to using SRL skills automatically, it is
possible to acquire them through intervention programs and by incorporating them within the
general curriculum (Callan et al., 2020). Regarding interventions, there are two major

frameworks that are supported in the literature: Self-Regulated Strategy Development (SRSD;
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Graham & Harris, 2009) and Self-Regulation Empowerment Program (SREP; Cleary &
Zimmerman, 2004). The extensive amount of research on SRSD shows that it can be a valuable
tool for helping students succeed in multiple domains, including writing, mathematics, and
reading (Cuenca-Carlino et al., 2016; Graham & Harris, 2009; Sanders et al., 2019). Likewise, it
has been known to support students dealing with a variety of special needs and impairments,
including SLD (Graham et al., 2012), ADHD (Johnson et al., 2012) and EBD (e.g., Graham et
al., 2013). Perhaps most promising of all, results from meta-analyses bolster the strength of
SRSD. For example, Graham et al. (2012) indicated that SRSD, with its effect size of 1.17, had
the largest effect size of all the academic interventions considered within the meta-analysis (i.e.,
peer assistance; ES = 0.89; adult feedback; ES = 0.80; and creative imagery; ES = 0.70).
Though strategies are a central focus, SRSD also teaches students to set goals, make
plans, monitor, and reflect adaptively. In doing so, SRSD promotes a cyclical feedback loop of
SRL (Graham & Harris, 2009).
SRSD achieves this in six steps that can be used iteratively until students master the task
at hand. During the first stage, instructors pinpoint skill deficits and features of successful task
completion, then teach students prerequisite skills for strategy use. In stage two, we see the
introduction of the strategy itself that will help lead to academic success. For instance, students
learning how to write may learn the W-W-W What-2 How-2 strategy. This strategy teaches
students to identify who the main character in their story is, when and where the story takes
place, what the main character accomplishes, the behavior of the other characters, how the story
ends, and how the characters feel. The third stage then involves modeling the use of the strategy
through discussing the pros and cons of the strategy. During the fourth step, students commit the

strategy to memory and instructors coach students to use the strategy on their own. The
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responsibility for remembering to use the strategy is then gradually passed on to the student in
the fifth step. To help students do this, teachers have them keep a record of their strategy use and
lend their support when needed. By the time they reach the last step in the intervention, students
are able to independently utilize the strategy and apply it in new situations.
Another prominent SRL intervention program is the Self-Regulation Empowerment
Program (SREP). This intervention has gained initial support, but has received considerably less
attention than SRSD. SREP is similar to SRSD, in that its goal is to encourage students to
effectively use strategies to set goals, plan ahead, monitor progress, and reflect on task
performance. However, there are some key differences between the two. For instance, SREP
places greater emphasis on self-reflection. In addition to placing greater emphasis on selfreflection, SREP is unique in that its sessions are often guided by formative assessments, called
SRL microanalysis.
Despite the fact that less research has been done on SREP in comparison to SRSD, the
initial data is showing promising results. Cleary et al. (2008) measured the impact of an elevenweek long SREP intervention program used for 9th grade biology students in an urban high
school. Specifically, they looked at whether this intervention helped students improve their test
grades, use of SRL processes, and motivational beliefs regarding their ability to succeed in the
biology class. Researchers collected self-reported data from the students, as well as teacher
ratings, and found that students in the intervention group were able to significantly improve their
use of SRL strategies, as well as their academic achievement. Cleary et al. (2017), a more recent
study, investigated how successful SREP was when compared to an existing mathematics
intervention. SRL microanalysis interviews noted that the SREP intervention group saw

significant improvements when compared to the control group. Specifically, the students in the
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SREP group showed a significant amount of improvement in their use of strategic planning,
adaptive attributions, and adaptive inferences. Likewise, when it came to success in mathematics,
the students in the SREP intervention group showed statistically significant levels of
improvement compared to the control group.
Although intervention programs are available and have been shown to be effective. There
are relatively few individuals trained to administer these interventions and students struggle to
transfer SRL skills to new content areas independently. Thus, some researchers advocate for
embedding SRL supports within existing classroom structures because this enables greater
exposure to SRL supports and long-term help to learn how and when to deploy SRL skills.
Unfortunately, fostering SRL development can prove to be a difficult task, even in a
traditional classroom. This could be due to several reasons, including a lack of knowledge of
SRL, practices to support SRL, and maladaptive thoughts regarding SRL strategies (Callan et al.,
in review). Online classes have the added challenge of lacking the physical presence of the
teacher during the learning process (Hong, 2021). Thus, it is unsurprising that many teachers do
not feel capable enough to either execute interventions and/or embed some of the SRL practices
in their classes. However, the SEE framework can help teachers to identify useful practices that
they can incorporate into their classrooms to develop student SRL.
The SEE Framework
In an effort to help teachers overcome barriers associated with SRL teaching practices, it
is imperative that teachers be provided with resources and training for how to utilize SRL within
their classrooms. Callan et al. (2020) sought to help accomplish this goal by introducing teachers
and practitioners to a framework known as the “SEE framework.” This framework is distinct
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from SRL models that are developed to describe the sub-processes that comprise SRL. Instead, it
takes things a step further and sets forth practices that teachers can implement in order to
promote student SRL. Furthermore, the SEE framework is backed by empirical evidence and
supportive examples that illustrate the connection between the identified practices and SRL skill
development. In sum, it presents a structure that researchers can use to organize their results in a
way that allows them to compare the effectiveness of common practices used to facilitate SRL
development (Callan, 2020).
The initial process of developing the SEE Framework was meticulous and thorough.
First, Callan and colleagues performed literature searches and ancestral reviews to ensure that
there was no existing framework that already fulfilled the purposes of the one being created.
Second, they generated a list of SRL supportive practices by using the following search terms on
various search engines (i.e., Google Scholar, Ebscohost, etc.): “teacher practices, teaching,
pedagogy with the following terms self-regulated learning, SRL, self-regulation, metacognition,
and motivation” (Callan et al., 2020, p. 9). After an initial screening, any articles that were
deemed relevant were examined thoroughly. Once this was accomplished, researchers performed
additional academic database searches to determine if there was empirical evidence supporting
the use of each practice generated from the initial literature review. Any practices that did not
have empirical evidence, specifically evidence that illustrated an experimental or correlational
connection between the practices and the development of SRL, from a peer-reviewed source
were then eliminated from the list.
At this point in the research process, Callan and colleagues then went through and
eliminated practices that focused primarily on encouraging motivational beliefs (Callan et al.,
2020). This was done for a couple reasons, despite the fact that motivational beliefs play a

significant role in the development of SRL (Efklides, 2011). First of all, there were already a
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number of adequate frameworks in existence that detailed various practices useful for motivating
students (ex. The TARGET model; Ames, 1990). Secondly, researchers wished to make the
framework simple and reduce the amount of effort it would take to digest all or the information it
provided. Finally, Callan and colleagues then contacted a few leading experts in the field to
gauge the effectiveness of the model, and incorporated the feedback they received while refining
the model.
As a result of these search procedures, Callan and colleagues were able to identify three
conceptual groups of SRL practices that are the basis for the SEE Framework. These three
groups were as follows: practices that yield a setting conducive to SRL, (b) exchanges between
teacher and student that encourage SRL development, and (c) learning events that give students
the chance to use SRL skills (see Table 1 for an overview; Callan, 2020). Each group is
elaborated on below (see Table 1).
Table 1.
Brief Overview of the SEE Framework (Callan et al., 2020)
Setting

Exchanges

● Supportive student-teacher
relationships
● Routines and participation
structures
● Collaborative learning
● Enable adaptive helpseeking and help-giving

●
●
●
●
●

Explicit instruction
Modeling
SRL feedback
Prompts
Create connections
between SRL and
success

Events
Features of coursework
● Multiple opportunities for
learning
● Rich learning tasks
● Long term tasks
● Appropriate challenge
level
● Allow student autonomy
Actions
● Self-assessment
● Peer co-learning
● SRL worksheets

Fostering a Virtual Learning Environment that Facilitates SRL
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A learning setting consists of the physical or virtual learning environment and the
conditions in which students engage in the learning process. It takes into expected routines as
well as the social context, both of which play a crucial role in the development of SRL among
learners. In order for proper SRL development to occur, it is important to have a setting in which
learners can be fully engaged and comfortably participate in the course. Online instructors can
help accomplish this by developing supportive relationships with their students, carefully
structuring their courses to promote participation, encouraging collaboration among students, and
teaching productive help-seeking and help-giving behaviors (Callan, 2020).
Table 2.
Practices to create a Setting conducive to SRL (Callan et al., 2020)
Practice

Definition and Example

Studentteacher
relationships

Teacher and student interactions can lead to effective and supportive
relationships. When supportive relationships are in place, students feel
safe to take academic risks, try new things, and engage in the
classroom.
Example – “I get to know my students personally and I am
supportive.”

Create
routines and
participation
structure

Having consistent and predictable routines and structures within the
classroom. The function is to enable students to have regular control of
their learning experience. Language that describes regularity is
important.

Practice

Definition and Example

Example – “Students know about routines and have a series of tasks
to complete in the morning such as turning in work to a homework
basket, taking out their journals and responding to a prompt, and
getting their next textbook prepared.”
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Position all
members as
learners and
require
students to
make
decisions by
providing
multiple
options in
difficulty
level, criteria,
and product
type
Develop
environment
where helpseeking is
utilized
effectively

It is helpful when teachers and students are all viewed as collaborative
learners. For example, teachers may describe themselves as a
discussion leader or facilitator. They may emphasize collaboration
among teachers and students and engage in activities in which students
can be part of the thinking, decision-making, and knowledge building
process. This leads to deeper processing of information and adaptive
use of strategies. Also, allowing students to make decisions regarding
the difficulty level, criteria, and product type is relevant here.

Example – “In my class, I let students know that I have learning to do
as well and that their ideas are valued. I give them some freedom to
select aspects of their assignments such as the level of difficulty,
criteria, and product types.”
Adaptive help-seeking leads to mastery of curriculum rather than
simply getting the right answer. Teachers encourage adaptive helpseeking behaviors and provide appropriate support when students seek
help adaptively.
Example – “I teach students how to approach me for help in the
classroom, but I emphasize that I am here to help them learn how to
do the work and not to do the work for them”.

Teacher and Student Exchanges to Support SRL
Besides creating a learning environment that encourages the utilization of SRL, teachers
have the opportunity to participate in a number of exchanges with those they teach in order to
help them evolve in their capacity to be self-regulated learners. Settings and exchanges influence
each other, as adaptive exchanges can enrich learning settings, which are then more conducive
for adaptive exchanges. Teachers can implement a variety of exchanges in their classrooms,
including the use of explicit instruction in how to use SRL skills, modeling SRL themselves,
providing constructive feedback to students about their current use of SRL, prompting and
cueing students to use the SRL practices they have learned, and reiterating the connection
between academic achievement and the use of SRL. It is important to note that teachers may
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have unique reasons for the particular exchanges that they choose to utilize. For example, some
exchanges simply yield additional knowledge and expertise (i.e., modeling, explicit instruction)
whereas others may emphasize the use of practices that slowly make students themselves the
ones who are primarily in charge of their own learning (i.e., prompts, connecting achievement
with SRL). Meanwhile, there are some exchanges (i.e., feedback) that are focused on helping
students refine their use of SRL (Callan et al., in review).
Table 3.
Exchanges Supporting Student SRL (Callan et al., 2020)
Teaching
Practices

Definition / Examples

Direct
instruction/inter
vention in SRL
skills

Students can develop SRL through direct/explicit instruction in SRL
processes. This is the “how to” of SRL procedures and would include the
delivery of SRL intervention programs.
Example – “I teach students how to set goals, plan, use strategies,
monitor, reflect adaptively, etc.”

Modeling of SRL
skills

“I implement SRSD in class to support students’ SRL during writing.”
This does NOT include opportunities to practice the SRL skills without
direct or explicit instruction.
Teachers can model their use of SRL by verbalizing their thoughts to
“think out loud” in front of their students. This would also include the
physical use of SRL processes. Doing so helps students see how to use
these practices and that competent individuals use these processes.
Example - “I think out loud to describe how I use SRL to my
students.”
“I model how to deal with challenges and setbacks.”

Providing
effective
feedback

Providing feedback about one's learning processes can help students
approach a task appropriately and develop process skills/goals.
Feedback about grades without procedural feedback is not as helpful to
the development of SRL.
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Example – “I provide feedback to my students about process. For
example, when a student has difficulty organizing their thoughts in
an essay, I remind them to create an outline first”.
Support students
to see
connection
between
strategic action
and outcomes

When students can see the connection between strategies and
achievement, they can begin to attribute their successes to their
approach / efforts as opposed to ability or aptitude. Doing so enhances
motivation and an adaptive learning approach. This can be
accomplished through explicit statements about this connection or can
use graphs or visuals to illustrate the connection between grades and
SRL practices.
Example – “I have my students graph their test grades and the
strategies they used to study for that test. We talk about these
graphs upon the return of the test.”

Prompt students’ Teachers can prompt SRL via cues or strategic questions.
metacognition
and SRL
Example – “I prompt my students to remind them to use the
strategies that we have learned.”
I ask students questions that cue the use of strategies such as, “what
strategy have we learned that would help with this task?”

Learning Events that Teachers Design for Students
A final way that teachers are able to support the development of SRL skills is through the
implementation of various learning events. Learning events differ from exchanges in that
exchanges imply direct communication between teachers and students while events entail a
broader scope of interactions between the students, their learning materials, and/or their peers
that help facilitate SRL. Two types of events exist within the SEE framework: events that
incorporate distinct characteristics into coursework and events that involve setting aside time for
vital learning experiences. Examples of events that incorporate specific features into the
coursework include: assigning rich learning tasks, keeping assignments at an appropriate
challenge level, long-term assignments that involve repetition (i.e., writing multiple drafts of an

essay), and granting students a certain amount of autonomy. Other vital learning experiences
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include opportunities for self-assessment, peer co-learning, and the use of SRL worksheets
(Callan et al., in review). These events will be discussed in greater depth at a later point in our
discussion.
Table 4.
Learning Activities that Teachers Design to Support Student SRL (Callan et al., in review)
Category Activity

Definition

Aspects
of course
work

Teachers
engage
students in
iterative
cycles of
learning
& long-term
learning
activities

Teachers can design learning activities in which students’
complete multiple drafts or iterations of an assignment. It is
critical that students participate in activities that extend
beyond a single class session because it provides students
with an opportunity to set goals, plan, check progress, reflect,
and revise their plans and goals. Sustained attention to goals
over time is also relevant here.

Students
complete
appropriately
challenging
tasks

Teachers should design learning activities that are
adequately challenging. Tasks that are too easy do not
require students to be strategic in their learning.
Furthermore, students may disengage entirely from tasks
that are too difficult.

Example – “I have my students write multiple drafts of a
paper across the semester. The drafts increase in
complexity over time.”

Example - “My students complete tasks that are at the
optimal difficulty level.”

Students
Teachers should engage students in meaningful activities
complete
that require multiple processes and involve large chunks of
complex tasks meaning. This is opposed to completing worksheets of
simple, single step tasks and isolating skills.

Example - “I have my students complete complex,
authentic math tasks that integrate many skills they have
learned throughout the semester.”

Category Activity

Definition
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Aspects
of
learning
activities

Teachers
foster selfassessment
and selfreflection

Teachers
integrate
opportunities
to use SRL
skills with
worksheets
and activities

Teachers should help their students engage in selfassessment / reflection of their work, growth, strengths and
weaknesses. Doing so helps students develop awareness,
which can facilitate remediation of deficits when they are
present.
Example – “I have my students complete progress
monitoring charts, discuss their strengths, identify areas
that need improvement, and ask them, ‘how might we
improve on these tasks?’”
“I guide my students in self-reflection processes because
students struggle to do so independently.”

Students need opportunities to practice SRL processes. Thus,
opportunities to set goals, plan, monitoring, and reflect is
important.

This practice DOES NOT include direct instruction / explicit
instruction in these processes. Instead, activities such as
completing a goal-setting form, or nightly homework
planners would better align here.
Example - “Students complete a weekly goal-setting sheet
(no mention of training to teach goal-setting) or students
complete nightly homework logs, which is a template
where students can track and record homework
practices.”

Category Activity

Definition

Students engage in peer
co-learning

SRL can be supported when students work with their peers
and/or provide feedback about each other’s work
Example - “My students work together on projects and
help to teach each other how to approach tasks.”

Objective of the current project
Despite the fact that research has identified several practices to support students’ SRL
skill development within face-to-face classrooms, there is a particular need to examine the
empirical support of these practices within online learning environments. The purpose of this
project is to address that research gap by systematically reviewing the existing literature to

identify the empirical support for SEE Framework practices within online or blended learning
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environments. In doing so, we address two key research questions.
First, we examine which practices already have empirical support in technologically
supported learning environments.
Second, we want to identify which practices have no current support in these
environments.
By doing this, we will be able to simultaneously provide teachers with a list of suggested
practices for their online classrooms and point researchers towards practices that should be
further explored through additional research.
Developing the Current SEE Framework Literature Review Process
Similar to the search procedure used for the original publication, the process of reviewing
the literature relevant to the SEE Framework’s use in online or blended classroom settings was
extensive and methodical. The criteria for sources included in the final review were as follows.
First, articles needed to be peer-reviewed and written in English (or have an English translation
available). Second, the research had to be conducted in an online or blended learning
environment. Third, articles needed to show an empirical link between the practice and SRL skill
development of learners.
To find relevant articles, we began with an initial search through articles referenced
within the original SEE framework (Callan et al., 2020). To do so, abstracts and manuscripts
were read to determine if they were conducted within an online environment. As a result, six
articles were identified. Next, we conducted a thorough search for articles related to each of 17
SEE model practices. We used the following databases: “Academic Search Ultimate”, “APA
Psycinfo”, “Education Full Text (H. W. Wilson)”, “Education Source”, “ERIC”, “Psychology
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and Behavioral Sciences Collection”, and “Teacher Reference Center.” A complete list of search
terms, along with the number of results that they yielded can be found in the chart below.
Table 5.
SEE Framework search terms and the number of articles yielded
Search Term

Initial Results

Final result

“self-regulated learning” &
“online” & “supportive
relationships”

8

2

“self-regulated learning” &
“online” & “student teacher
relationships”

121

4

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “routine”

9

1

“Self-regulated learning” &
“distance learning or distance
education or online learning”
& “collaborative learning
with peers”

17

7

“Self-regulated learning” &
3
“distance learning or distance
education or online learning”
& “online collaborative group
work”

0

“Self-regulated learning” &
“distance learning or distance
education or online learning”
& “collaborative behaviors”

19

6

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “explicit instruction”

10

0

“self-regulated learning” &
“distance learning or distance

55

8
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education or online learning”
& “SRL feedback”
“self-regulated learning” &
“distance learning or distance
education or online learning”
& “prompts”

90

10

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “connections between SRL
and success”

1

0

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “connection to success”

6

1

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “multiple learning
opportunities”

8

2

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “rich learning tasks”

4

1

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “long term tasks”

6

4

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “long term learning”

38

2

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “appropriate challenge”

4

0

26
“self-regulated learning” &
“distance learning or distance
education or online learning”
& “appropriate level”

15

2

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “appropriate scaffolding”

4

0

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “lead by example”

2

1

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “modeling NOT model”

55

6

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “allow student autonomy”

3

1

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “encouraging student
autonomy”

4

0

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “self-assessment”

86

0

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “completing selfassessments”

2

1

“self-regulated learning” &
“distance learning or distance
education or online learning”
& “SRL worksheets”

0

0

27
“self-regulated learning” &
“distance learning or distance
education or online learning”
& “Self-regulated learning
worksheets”

2

0

Note: Some articles are found in multiple searches.

Finally, we went through the reference sections of the located articles to search for
additional sources related to online learning (i.e., an ancestral search). Altogether, these research
techniques yielded 132 articles. Once the initial list of potential references was compiled, a close
reading of each article was performed to ensure that it was a good fit for the project at hand.
This reduced the number of relevant articles to 70.

Results
Following the search procedures, we addressed our two research questions, “drop those
research questions back into here.” With the exception of SRL worksheets, every single practice
within the SEE Framework had at least one study endorsing its use within an online or blended
learning environment. We elaborate on the findings for each specific practice below.
Settings
First, we elaborate on SRL practices related to learning settings, such as fostering
adaptive student-teacher relationships, creating routines and participation structures, positioning
all members of the class as learners, as well as help-seeking and help-giving behaviors. See
Table 6 for references that support the relationship between this practice and SRL.
Table 6.
Practices to create a setting conducive to SRL
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Practice
Foster adaptive student-teacher relationships

References supporting online instruction

●

An & Mindrila, 2020
Harder & Abuhamdieh, 2015
Pilotti et al., 2017
Shea & Bidjerano, 2010
Yen et al., 2005

●
●
●
●
●
●
●
●
●
●
●
●
●

Andrade, 2014
Awofeso et al., 2016
Bosman et al., 2020
Hsu et al., 2009
Kahu et al., 2014
Montgomery et al., 2019
Rabin et al., 2019
Theunissen & Stubbé, 2014
Lin et al., 2016
Lin, 2018
Tsai, 2013a
Wise & Hsiao, 2019
Zheng et al., 2019

●
●
●
●

Create routines and participation structure

Collaborative learning/Position all members as
learners

Develop students’ help-seeking and help giving
skills

● Ambreen et al., 2016
● Harwood & Koyama, 2020
● Schworm & Gruber, 2012

Note.
See Appendix A for full citations of articles in table.
Supportive Student-Teacher Relationships
Creating supportive relationships with students is one of the most important things that a
teacher can do for SRL development in an online or blended learning environment. Not only do
high amounts of student-teacher interactions lead to an increase in SRL (Yen et al., 2005), a
strong teacher presence also leads to higher levels of student self-efficacy (Shea & Bidjerano,
2010). Furthermore, positive regard from instructors towards their students often leads to better
grades and positive student learning outcomes (Harder & Abuhamdieh, 2015; Pilotti et al.,
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2017). Teachers can build caring relationships with their students by taking time to get to know
individual students (i.e., having individual conversations, assigning “All About Me” worksheets,
listening to students, etc.), offering praise and encouragement, and tapping into online
communication platforms to provide seamless ways for students to reach out (i.e., providing a
Google form where students can anonymously ask for help; An & Mindrila, 2020).
Routines and participation structures
In addition to being kind and approachable, teachers can aid students in their use of SRL
through the way they structure their classes. Especially in online classes, offering students
flexibility with when and where they study helps ensure that they have ample opportunities to
complete their coursework, all while balancing other life demands (i.e. work, family, etc.; Kahu
et al., 2014). That being said, SRL is supported when instructors establish routines (Andrade,
2014; Bosman et al., 2020). Teachers can find balance between these two demands by making
online assignments available anytime (and anywhere), picking a user-friendly platform for
coursework, as well as encouraging students to access their course material frequently and to
plan out their schedule in advance, adjusting as needed (Awofeso et al., 2016; Hsu et al., 2009;
Montgomery et al., 2019; Theunissen & Stubbé, 2014).
Position all members as learners
Another way that teachers can promote SRL in their online classrooms is through
positioning all students in the class as learners. This can be done in a variety of ways, such as
providing individual students with SRL feedback and utilizing peer evaluations during group
projects. Research has shown that taking these measures leads to better grades, less “freeriding”
in group projects, and an increase in SRL (Lin, 2018; Tsai, 2013a). This is especially true for
students who initially display less developed SRL (Lin et al., 2016).
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Adaptive help-seeking and help-giving

Occasionally, when students are struggling, adaptive help-seeking and help-giving can be
extremely beneficial. Schworm & Gruber (2012) found that when given prompts encouraging
adaptive help-seeking, online students were more likely to report higher levels of engagement in
the class, take initiative, and explicitly refer to the course material. A more recent study
performed in the context of the COVID-19 pandemic revealed that students who engaged in
adaptive help-seeking behaviors during online writing tutoring developed a stronger sense of
agency and autonomy, as well as strategically engaged with course material more often
(Harwood & Koyama, 2020). Finally, Ambreen and colleagues (2016) found that help-giving
behaviors from students who were excelling served as important social support for students
learning to become self-regulated learners.
Exchanges
Here, we discuss findings related to exchanges that promote SRL such as explicit
instruction, modeling of SRL skills, effective feedback, illuminating connections between
strategic action and outcomes, and prompts that encourage SRL use. See Table 7 for references
that support the relationship between this practice and SRL.
Table 7.
Exchanges between students and teachers that support Student SRL
Teaching Practices

References supporting online instruction

Explicit instruction

●

Modeling of SRL skills

●

●

●
●
●

Kramarski & Gutman, 2006
Moos & Azevedo, 2008
Atkinson, 2002
Kostons, et al., 2012
Lee, 2016
Raaijmakers et al., 2017
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Effective feedback

●
●
●
●
●
●
●
●
●
●
●

Andrade, 2014
Kauffman, 2004
Kim et al., 2014
Kramarski & Dudai, 2009
Lee et al., 2010
Lim et al, 2021
Thibodeaux & Harapnuik, 2020
Tsai, 2013b
Tsai, 2014
van den Boom et al., 2004
Zou & Zhang, 2013

Illuminate connection between strategic action and
outcomes

● Handoko et al., 2019
● Lee et al., 2010
● Vanslambrouck et al., 2019

Use prompts and cues to increase strategic
thinking and action and elicit metacognition

●
●
●
●
●
●
●
●
●
●

Crippen & Earl, 2007
Fung et al., 2019
Hilbert & Renkl, 2009
Kauffman, 2004
Kauffman et al., 2011
Lehmann et al., 2014
Schworm & Gruber, 2012
van den Boom et al., 2004
Wong et al., 2021
Wong et al., 2019

Note.
See Appendix A for full citations of articles in table.
Explicit instruction and modeling
Closely related to the idea of help-seeking are the concepts of explicit instructions and
modeling (teaching by example). Explicit instruction further aids students by leading to more
intentional planning, improvements in self-monitoring, better problem-solving skills, and an
increased ability to transfer the use of the strategy being taught to other situations (Kramarski &
Gutman, 2006; Moos & Azevedo, 2008). Especially when a student is first learning a new SRL
skill, modeling can help facilitate further development of SRL and increase the amount of
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knowledge acquired from their use (Kostons et al., 2012). Likewise, it can lead to improvements
in problem-solving, levels of student autonomy, course satisfaction, and comfort levels among
students (Lee, 2016; Raaijmakers et al., 2017).
Provide process and growth-oriented feedback
One of the most well-supported practices in the SEE Framework is the provision of
process and growth-oriented feedback. Numerous studies indicate that constructive feedback in
online learning is associated with better comprehension of the material, better academic
performance, increased levels of involvement in class, and higher levels of SRL (Kauffman,
2004; Kim et al., 2014; Kramarski & Dudai, 2009; Lee et al., 2010; Lim et al, 2021; Tsai, 2013b;
Tsai, 2014; Zou & Zhang, 2013). Furthermore, Andrade (2014) found that a lack of dialogue
between teachers and students was associated with superficial completion of learning activities,
completing tasks out of order, and ignoring tasks all together. Thus, it is extremely important that
teachers give feedback, not just on overall outcomes (i.e., grades) but on the process they are
using to get to complete assignments (i.e. their use of SRL strategies; van den Boom et al.,
2004).
Prompts and Cues
One of the other practices that had a substantial amount of support for it was the
provision of prompts and cues. Much like many of the other practices, prompts have the capacity
to help students achieve better learning outcomes, become more motivated to participate,
increase their self-efficacy, and enhance their SRL skills (Crippen & Earl, 2007; Kauffman et al.,
2011; Lehmann et al., 2014; Schworm & Gruber, 2012; Wong et al., 2021). It is important to
note that some types of prompts are more effective in supporting SRL. According to both van
den Boom and colleagues (2004) as well as Wong et al. (2019), prompts that specifically
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reference SRL strategies are perceived as more effective than prompts that fail to mention SRL.
A couple examples of effective prompts that facilitate SRL development include self-explanation
prompts (i.e. students explain to themselves the steps taken to solve a math equation; Crippen &
Earl, 2007) and self-monitoring prompts (i.e. students are asked to keep track of their progress
and consider factors that contributed to it; Kauffman et al., 2011).
Create connections between SRL and success
Perhaps one of the most effective ways to motivate students to utilize SRL strategies is
through demonstrating the connections between SRL and success (Vanslambrouck et al., 2019).
This is because when students see the value in regulating, they are more likely to complete the
task, which in turn, increases their chances of success in a course (Handoko et al., 2019). Thus, it
is extremely important for teachers to do everything in their power to help their students see the
utility in both distance education in general, and the use of SRL in these distance education
classes.
Iterative cycles of learning and long-term learning activities
As discussed earlier, there are several classroom activities that teachers can implement
into their online curriculums in the hopes of promoting SRL. This includes activities that allow
multiple opportunities to practice SRL skills, as well as long-term learning tasks. Research
indicates that iterative learning experiences led to several long-term benefits, including higher
levels of academic achievement and transfer of SRL skills to other learning tasks (Schnackenberg
& Sullivan, 2000; Sonnenberg & Bannert, 2019; Tsai et al., 2013). Moreover, research shows that
project-based learning activities develop students’ SRL skills (Mou, 2020). This is because doing
well on long-term tasks normally necessitates the use of key SRL skills, such as planning ahead

and managing one’s time wisely (Hu & Driscoll, 2013; Sitzmann & Johnson, 2012; Uzir et al.,
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2020).
Rich learning tasks:
Closely related to the previous practice, online teachers can increase SRL use by
assigning rich learning tasks that require multiple skills to complete. For example, Ambreen and
colleagues (2016) interviewed a group of college students enrolled in a distance education
program and found that they viewed multi-step presentations as highly effective assignments for
helping them develop SRL skills. The teachers also agreed with this assessment, explaining that
they designed these projects in such a way that students were forced to go through a multi-step
process to complete them (i.e. they had to analyze a question, break it into multiple parts, plan
ahead to find informational sources, and then outline their answers.
Appropriate Challenge Level:
When assigning long projects and rich learning tasks, it is critical that the teacher ensure
that these tasks are appropriately challenging but nevertheless doable. This is because perceived
challenge levels play a major role in student motivation and effort (Hiemstra & Yperen, 2015).
Providing scaffolding in blended or online environments is especially beneficial for lower
performing students (Winters & Azevedo, 2005), and leads to better planning and academic
performance (Moos & Azevedo, 2008; Zheng, 2016). Teachers can help online students gradually
complete increasingly difficult tasks by exposing them frequently to e-learning resources, taking
the time to adequately explain how to navigate the online platforms being used, and implementing
intervention programs to provide scaffolding (Mohammadi & Araghi, 2013; So et al., 2019).
Autonomy:

The other thing that is important to keep in mind when creating assignments is

35

intentionally giving students adequate autonomy. Lee et al. (2016) found that providing
appropriate scaffolding (which we just discussed), contributes to the promotion of student
autonomy. Student autonomy then leads to higher levels of course satisfaction and goalattainment. Likewise, they found that students who are given a healthy amount of autonomy are
more likely to be receptive to constructive feedback, when it is given (Thibodeaux & Harapnuik,
2020).
Events:
Finally, we outline the empirical support related to events that support SRL such as
iterative and long-term learning activities, appropriately challenging tasks, rich learning tasks,
allowing student autonomy, self-reflection, SRL worksheets, and peer co-learning. See Table 8
for references that support the relationship between this practice and SRL.

Table 8.
Learning Events that teachers can design to support SRL development.
Activity

References supporting online instruction
● Chang et al., 2013
Iterative cycles of learning and long-term learning
● Hu & Driscoll, 2013
activities
● Mou, 2020
● Schnackenberg & Sullivan, 2000
● Sitzmann & Johnson, 2012
● Sonnenberg & Bannert, 2019
● Tsai et al., 2013
● Uzir et al., 2020
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Appropriately challenging tasks

●
●
●
●
●
●
●

Students complete rich tasks

●
●
●

Hiemstra & Yperen, 2015
Kim & Frick, 2011
Mohammadi & Araghi, 2013
Moos & Azevedo, 2008
So et al., 2019
Winters & Azevedo, 2005
Zheng, 2016
Ambreen et al., 2016
Lin et al., 2020
Zheng et al., 2020

Allow student autonomy

● Lee et al., 2016
● Thibodeaux & Harapnuik, 2020

Self-assessment and self-reflection

●
●
●
●
●
●

SRL worksheets

●

Peer co-learning

●
●
●

Aleven & Koedinger, 2002
Fung et al., 2019
Kostons et al., 2010
McKenna et al., 2019
Mou, 2020
Theunissen & Stubbé, 2014
N/A
Garcia & Privado, 2020
Kim et al., 2014
Wang & Hong, 2018

Events: Students Complete Important Learning Experiences:
Besides giving out assignments with key features that encourage SRL, teachers should
also offer their students opportunities to engage in critical learning processes. One such that is
critical for SRL development is self-assessment and/or self-reflection (Fung et al., 2019). Both
students and teachers tend to view self-assessment and reflection in a positive light (Theunissen
& Stubbé, 2014), as it helps all parties involved stay organized, keep track of progress that has
been made, and make adjustments accordingly (Mou, 2020). In addition, students who engage in
self-explanation (a type of self-assessment where students explain to themselves the steps they
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are taking to complete a task) were able to gain a deeper understanding of the learning material
(Aleven & Koedinger, 2002).
Another tactic that teachers can keep in mind is assigning online peer co-learning
experiences. These types of learning activities often enable students to accomplish a goal
collectively with their peers as opposed to relying on their teacher. Thus, this increased level of
responsibility for students encourages students to engage in a variety of SRL activities (i.e., goalsetting, resource management, planning, reflection, etc.; Kim et al., 2014). It is worth noting that
levels of group cohesion and engagement in discussions that require higher levels of cognition
are significant predictors of which groups will do well (Wang & Hong, 2018). Thus, it is critical
for the teacher to monitor the groups and intervene if there are low levels of either of these
predictors.
In the original SEE Framework for face-to-face classrooms described “SRL worksheets”
which entail an opportunity for students to engage in regulatory behaviors in the absence of
direct support or instruction from the teacher. For example, students can be asked to complete a
weekly goal-setting sheet or to fill out a daily planner. (Callan et al., in review). However, as was
mentioned earlier, we failed to find any research indicating that these worksheets are effective at
promoting SRL in the context of blended or online environments. Several factors could account
for this. For one, when we think of the word “worksheet” the thing that comes to mind for many
people is a piece of paper. However, for online students, the majority of the work is done on the
computer. Perhaps there are online learning tasks that fulfill the same goal as these worksheets
but the literature calls them something other than worksheets. Further limitations that may have
contributed will be discussed further along in the discussion.
Conclusion

Caveats of the SEE Framework
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In conclusion, this systematic review has highlighted the fact that the majority of the SEE
Framework is empirically supported in blended and online learning environments. However, not
all practices should be applied all at once for every single student. For example, a struggling
student who is starting an intervention program will likely benefit from explicit instruction or
modeling before large amounts of autonomy are granted (Callan et al., in review). Thus, it is
important for teachers to be cognizant of the individual needs of their students when considering
which practices to apply and with whom to apply them.
Another caveat of the SEE Framework to keep in mind is that many of the practices are
interconnected. For example, if a student has a supportive relationship with their teacher, they
may be more likely to initiate an exchange (i.e., ask for constructive SRL feedback). Likewise,
some of the practices overlap with each other conceptually. For example, part of successful peer
co-learning involves positioning every student as a learner and participant in the activity (Callan
et al., in review).
Limitations
As mentioned earlier, the majority of the practices in the SEE Framework had at least one
study supporting its use in an online or blended learning environment. However, some practices
had more empirical support than others. For example, we were able to find 11 articles supporting
the practice of giving effective feedback, whereas just two articles mentioned the successful
implementation of explicit instruction. So, while very few practices were found to be completely
without support, the number of studies regarding each practice should be taken into
consideration. There are a number of possible reasons that may account for a limited number of
supporting articles for some practices such as not exploring all potential academic databases (i.e.,

Google Scholar). A future attempt to systematically review the research may want to consider
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branching out and utilizing more databases.
Another limitation to keep in mind are the lack of inclusivity with the search terms
themselves. Specific wordings yield specific results, so utilizing more variations with the various
search terms may have led to more empirical evidence.
Other limitations to consider include the fact that only articles written in English were
evaluated as well as the fact that some of the articles were a little older, and with technology
evolving as fast as it is, that could have implications for many aspects of the course (i.e.,
participation structure- today’s zoom class is somewhat different from yesterday’s self-guided
tutorial). Finally, it is possible that the author held an unknown bias when evaluating which
articles were the best fit for the review, and may have failed to include some relevant studies.
Future Research
The results gleaned from this study leave a great deal of room for future research. In
addition to what was mentioned earlier regarding an even more comprehensive systematic
review of the literature, researchers may choose to specifically focus their time and attention on
the practices with little or no empirical support in online environments. For example, despite
how important it is in the SRL process, there were only two articles found with research
supporting student autonomy in online environments. Those interested in furthering the research
may wish to do a systematic review of the literature on that practice specifically, to confirm that
there is a dearth in the existing research on that subject. Then, if they still fail to find empirical
support, they may consider creating an experiment designed to evaluate the practice in an online
or blended environment. However, despite the shortage in research confirming the utility of
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some practices in the SEE Framework, there is still a significant enough amount of evidence for
teachers to begin implementing it in their technology enabled classrooms.
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My experience as an honors undergraduate at Utah State University has been unique in
several ways. In addition to coming in as a transfer student, a world-wide pandemic was declared
during my second semester here, causing the majority of my classes to be moved to online or
blended learning environments. This, combined with moving up my graduation date for financial
purposes, made the prospect of networking with professors, creating a Capstone project, and
applying to graduate school (all while taking a full load of classes, serving in church, and
working part time) seem extremely daunting. I honestly did not know where to begin, but I
signed up for the Capstone prep-class and hoped for the best.
Originally, I thought that taking the Capstone prep class would easily allow me to come
up with a spectacular original research project for my Capstone. Unfortunately for me, this was
not the case. The further along we got in the semester, the more that spark of inspiration that I
was so desperately looking for seemed to evade me. I even began contemplating whether it was
worth it to stay in the Honors Program. However, before completely giving up, I decided to
voice my concerns to Dr. Miller and see if she thought it would be possible to still accomplish a
large project in a semester and a half. She assured me that it was, but prompted me to reach out
to my Honors Department Advisor, Dr. Levin, as soon as possible, to brainstorm some ideas.
The meeting I had with Dr. Levin was one of a few critical turning points that I had
during the Capstone process. After briefly listening to both my interests (I mentioned I had
enjoyed working with children as a camp counselor) and my worries, she suggested a couple of
raw project ideas, as well as a couple individuals to consider for the role of Capstone Mentor.
One of those individuals was Dr. Callan, from the school psychology department. I emailed him
with a project idea, asking if he would be willing to take me on with such little time left before I

graduated. He agreed, and after a couple meetings, helped me modify my Capstone plan to
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something that both sufficiently captured my interests and would be feasible to accomplish
within a semester and a half.
One aspect of my project that made it possible to accomplish in such a short amount of
time was the fact that it relied on previous research and was modeled after a systematic review
that Dr. Callan had already completed. Had I chosen to not abandon my hopes of creating my
own research study, I would almost certainly have needed an extra semester to get the necessary
approval to conduct the experiments. However, even writing a systematic review in under six
months was not an easy task. The process of finding empirical support for every single SRL
practice was extremely long, tedious, and somewhat confusing. With all the other demands on
my schedule, combined with some personal struggles I have been facing, I had trouble finding
both the time and the motivation to complete the various tasks associated with the project. This
led to me consistently missing the deadlines we set, which was embarrassing for me, seeing as I
was used to being on top of everything. Again, I entertained thoughts of throwing in the towel.
Then came the second pivotal moment during this project.
After observing my lack of substantial progress for a number of weeks, Dr. Callan
decided it was time for him and Dr. Levin to intervene. We set up a meeting, which I fondly refer
to as my “Come to Jesus” talk, where we discussed major roadblocks I was facing and potential
solutions for them. What impressed me the most about that meeting was the fact that it was not a
lecture. Instead of dwelling on my problem behaviors themselves, the focus was on the solutions
moving forward. Furthermore, this meeting helped me realize the importance of the subject I was
studying. Here I was, struggling to make it, and what was the solution? Implementing the very
SRL practices I was researching into my own study routine.

There were several specific actions that Dr. Callan and Dr. Levin had me take moving

68

forward after that meeting. First, they had me list out all the major tasks that still had to be
performed and break them into smaller steps. Then they encouraged me to dedicate an hour in
the morning and an hour in the evening every day and focus on just one or two of the tasks.
Finally, they had me keep a personal record of when, where, and what I was studying, as well as
whether I felt like my circumstances were conducive for learning. This part of the process was
especially helpful for me, as it helped me easily pinpoint aspects of my study environment and
other circumstances that were having an effect on my productivity. My observations then helped
to inform some of my future actions. For example, I discovered (big surprise) that studying
when I am hungry is relatively ineffective. Meanwhile, I also discovered that playing music
while searching for articles made the process feel less monotonous. Most importantly, I made a
connection between SRL practices and success. I realized that this positive rapport I had
developed with my advisors (albeit undeserved), the help-seeking I had engaged in, their
prompts and feedback, all of it was making a critical contribution to my success as a student.
Watching this intervention work wonders in my own life then caused me to consider the
implications it could have for other online students feeling lost and confused. If SRL practices
were able to help me get my life on track and accomplish tasks more efficiently, they would
probably empower other struggling online students. Thus, I was even more motivated to continue
the research. I am not sure at exactly what point I went from thinking “What is the point?
Completing this project is a hopeless case.” to “Hey, this is something I can accomplish and I see
the value in the work I am doing.”. What I do know is that implementing SRL practices into my
study routine has had a gradual but nonetheless direct influence on the outcome.

To any future honors students who may end up reading this paper, I want you to know
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that it is natural to feel overwhelmed when contemplating a project as big as this Capstone. Do
not feel bad if you are not the person who has already had your project idea in the back of your
mind for the past two years. There are resources available to help you overcome your roadblocks
and find a project that works (i.e. use the SRL practices you just read about). If you are still
struggling, reach out to your Department Honors Advisor earlier rather than later. They can help
you choose a project that meets your needs and interests. In the case of Dr. Levin, they can also
be a much-needed source of encouragement.
Furthermore, do not compare your project to others. Yes, follow the guidelines set by the
Honors department, and utilize the project examples to guide your efforts. But do not become
overly fixated on how your project compares to others before. At the end of the day, comparison
is the thief of joy. Everyone has unique interests and circumstances that influence what their
projects shape out to be. It does not matter if you performed your own research study, presented
a piece of creative work, or created a project that was implemented in an applied setting. If you
complete the requirements for this project and learn something in the process, it is something to
be pleased with.
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